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This monograph is based on the eight-volume report for the

TEACHING READING TO BILINGUAL CHILDREN STUDY

by the Southwest Educational Development Laboratory:

Volume I - Introduction

Volume 2 - Design of the Study

Volume 3 - Measurement of Growth

Volume 4 - Oral Language Growth

Volume 5 - Reading Growth

Volume 6 - Instruction

Volume 7 - Language, Literacy, and Instruction:
Integrating the Findings

Volume 8 - Executive Summary

This document was produced under Contract No. 400-83-0007 from the
National Institute of Education, U.S. Department of Education, to the
Southwest Educational Development Laboratory. However, it does not
necessarily reflect the official views of either the Institute or the
Department. Information about the study can be obtained from the
National Institute of Education and from the following persons from
the Southwest Educational Development Laboratory who have served as
Co-Principal Investigators for the Study: Betty J. Mace-Matluck and
Wesley A. Hoover.
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I KTROOUCT I ON

Each year the numbers of Fispanic children enrollee. in thenation's schools increase. In the State of Texas approximately one-third of the school children are from Spanish language backgrounds,with SO percent of the current kindergarten population Hispanic. Thispattern of growth is repeated in all the US-Mexico border states and,to a-lesser extent, throughout the country.

Implications for the social, economical and political future ofthe United States are clear. If these children fail to learn andachieve in school, the nation loses a vast resource, and risks, in thenext generation, disaffection and economic and social alienation.

Generally, children from Spanish language backgrounds, for manyreasons, encounter difficulty in our nation's schools. It is well-documented that these children do more poorly than the general schoolpopulation on standardized achievement tests and their dropout rate ishigher.

However, the H1span1e$41ulatiO6 is farirbm homogeneoui.
Differences within the group include degree of bilingualism, length offamily residence in the United States (immigrant versus long-termsettlerint), country or region of Origin, socioeconomic conditions,mobility, ways in which English and Spanish are used in the various
domains of life and thought, and experience with print both in and outof school.

The overwhelming majority of those who*perience difficulty inlearning to read and write in school are members of Tow income
families and live in environments where Spanish is widely used both inthe home and in the community.

Given these circumstances and the startling lack of solid
evidence about which approaches or combinations of approaches are most
effective in teaching Hispanic children, the National Institute of
Education contracted Wfth the Southwest Educational Development
Laboratory (SEDL) to conduct a comprehensive, six-year longitudinal
investigation of the development of,language and,reading skills during
the primary grades for a representative sample of Spanish-speaking
children from low income families in Texas.

The gOil Orthe resiiiikTriiegin in 1978, was to gather informa-
tion to assist policy makers, orriculum designers and classroom
teachers in planning aad delivering language and reading instructionthat will promote success in school of children from complex language
backgrounds.

Among the lutitions Were the'following.

-- What constitutes a favorable learning environment for children
from Span15h-language backgrounds?



-- What instructional sequences and events promote successful andefficient learning of oral language and reading? Spanishreading instruction first and for how long? Oral languageconcentration for how long? How long the transition to all.English instruction?

--- Do current school practices help Hispanic children gainlanguage and literacy success?

The arguments of 1978 continue today. Disagreement abounds abouthow to effectively teach children from Spanish-language backgrounds toread in English and move in confidence through an English-speaking
society. On an instructional level, these issues include thefollowing.

-- How to derive a valid assessment of a child's language of thehome (Spanish) and the language of the school (English).

-- How to determine the optimal balance of formal instruction inEnglish and Spanish.

-- How to effectively transfer
the skills of one language to theother.

How to provide bilingual support within the classroom
environment.

To find out what is actually going on in bilingual classrooms andif the instructional goals are being met; the SEM investigators
trackeJ more than 250 children, taught by more than 200 teachers, in
20 schools in five school districts from kindergarten through secondor third grade (fourth grade in some cases) -- a critical period for
the development of literacy.

The researchers studied and described variation in both Englishand Spanish language abilities of students living in bilingual commu.. nities; they documented prevailing practices in reading instructionfor bilingual students; and they investigated the relations betweenthe instructional program'and student achievement for students withdiffering language skills when entering school. The findings andtheir implications art reported in the following pages.

THE CHILDREN

Texas law requires that all children in the state from non-
English language backgrounds take an oral language proficiency test
(selected at the local school district level) when entering school.
If a child's oral English proficiency level, as determined by the
test, falls at or below a predetermined cutoff score, the child isplaced in a bilingual education program.
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A "bilingual program" implies some instruction in the homelanguage (e.g., Spanish) for a given period of time. The children inthe sample had been diagnosed as limited English Proficient when theyentered school -- kindergarten or first grade, and were enrolled inbilingual education programS.

For the study, sites -- and children -- were selected to includea variety of socioeconomic status (but predominantly low), a range ofSpanish-English language usage in the community, and both rural andurban areas. The following geographical regions were selected.

Central Texas -- a region both urban and rural, with a number ofbilingual programs.

Texas Border Area -- a rural region, with low socioeconomicconditions and with substantial numbers of Spanish-dominant students.

North Central Texas -- a largely monolingual English region,including both large urban centers and middle-sized cities, with bothlow and middle class socioeconomic conditions.

From these regions, fiii school districts were selected that were
broadly representative of the variables important to the study --
size, socioeconomic status of the community, variety of schools, pro-grams, and teachers within the district, and willingness to be a partof the study.

Schools within the districts were selected to include differentkinds of reading programs and different patterns of school organiza-
tion (e.g., multiple grading, tee teaching, open classroom configura-tions, and individually-guided education programs).

Initially, 14 schools were selected.' As students moved throughthe grades, sometimes entering other schools, six additional schoolswere added. The investigators had no control of student placement.

At first, 26 homeroom classes were involved in the study. Teamteaching and other organizational approaches added 11 additional
teachers to the initial teacher/classroom

sample, for a total of 37.b

All the children in the sample were eligible for state-mandated
bilingual instrUction. But just what did these children know at the
beginning of the study? What kind of pre-reading skills did theyhave?

Assessment of their skills at entry revealed the following
information.

-- The children were not academically disadvantaged. They came
to school with sufficient skills to begin learning to read.

-- Approximately half of the students in the sample came to
school knowing the letter names of the English alphabet, an
accepted predictor of early English literacy.

3
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-- The children had negligible knowledge of the Spanishalphabet. This Win expected, given the alphabet's differenttreatment in the language and culture.

-- Few children could recognize words in either language;however, sight-word re,:ognition was higher in English than inSpanish.

.- The beginning pupils had highly developed visual matchingskills.

-- Most of the students readily
acquired auditory-phonetic

segmentation skills, that is, thevcould identify and deletebeginning phonemes (sounds) from words they could recognizeand pronounce when cued by pictures. They demonstrated
greater skill with English than Spanish words. Transfer tounfamiliar words was difficult for some.

- - The children had good vocabularies,
with slightly greaterstrengths in English.

- - Many students when they
started to school could not

successfully retell stories read to them.

- - The children demonstrated
ability to transfer skills in visual

matching tasks and auditory-phonetic segmentation between thetwo languages. The childrees vbcabuliry and-comprehensionwere independent across (but not within) the two languages,and alphabet recoiFfrin tended to be related across the twolanguages.

INSTRUCTION

Ralph Waldo Emerson defined a teacher as a person "who can makehard things easy.* The successful bilingual teacher does just that --takes words and symbols foreign to the young child, imbues them withmeaning, and systematically
gives them to the child. The child thenaccepts them as his very own, to become his tools for communicating,learning and living.

The 37 teachers were initially selected to participate in theSEM study an the basis of number of years of experience, their
specialized training in reading and bilingual education, number ofyears at the present school, and use of teacher aides.

The sample teachers fit the following profile.

- - All held Texas Education Agency
(TEA) certification with

bilingual endorsement.

- - They reflected wide variation in number of years of teaching
experience and experience in teaching in bilingual classrooms-- from first year teachers to veterans.
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-- In the self-contained bilingual
classrooms, most of theteachers were Hispanic, fluent
speakers of English, and withvarying degrees of skills in Spanish -- although all heldbilingual endorsement credentials.

-- In team-teaching situations, the teacher who delivered theSpanish instruction component had similar credentials. Theteacher who delivered the English component of the curriculumsometimes did and sometimes did not have bilingual skills, buthad had preservtce or inservice training for teaching Englishas a second language.

As students moved through the grades, other teachers were addedwith the total over 200. As the students were transferred to an all.English curriculum, same encountered monolingual
English-speakingteachers, but in largely Hispanic communities (3 of the 5 sites).Most of the teachers, however, at all grade levels, were Spanish/English bilinguals.

Project staff conducted monthly observations of the readinginstruction in each classroom and quarterly interviews with teachersabout their instructional plans.

The observation instrument, the Reading and Mathematics
Observation System (.Cali's, & ;Alfas, 1975, L978) documented staffingpatterns, grouptno and,qrganization, time .allocations, the language ofinstruction; the-character-of instruction, the materials andprocedures used, and the responsa of the students.

The interview instrument, the Reading Teacher Checklist (SEM.,1978), focused on the teachers general instructional objectives forreading, as well as the7ob4aFtivjes-for,,individuil-target students.

The classroom observations and teacher interviews provided richand extensive data on the instructional
program each target child,received througho4 the study. ,

Now tbi Itgbildren Wers-Teught

One-third of the 250 bilingual students in the sample began
reading instruction in Spanish. Some received Spanish reading
instruction for only one year before being transferred to Englishreading. Others remained in Spanish reading for two, three, or fouryears. By the end of third grade, most had been transferred toEnglish reading.

The teachers generally followed their instructional plans. The
investigators, comparing.the classroom observation-reports with
teacher interviews, generatly found the teachers did what they saidthey were going to do within a given period. Also, the teachers used
similar instruction methods in Spanish and English.

5
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In general, the instruction the child received may be describedas follows.

- - Size of the instructional reading
groups ranged from about 13771The early grades to about 15 in the later gradeS.

- - The teacher, not an aide or other instructional
person, workedwith-nrirudents about two-thirds of the time.

-- The role of the teacher, in the aggregate, tended to be one offacirritor, rather than direct instructor.

-- The len ua e of instruction
tended to be English during theEnglish rea ing classes and Spanish during the Spanish readingclasses. Some English was used during the Spanish readingperiods.. _ -

AbOut half of the reading instruction time during the firstand second grades was focused.on.decodint; this fell to about30% by fourth grade.

This instruction tended to involve
non-explicit letter-soundpairings at each grade level (e.g., children were shown a wordon a flash card and were askeds,"What does this word say?" orwere asked, "What is the name ofthis letter?"); littleexplicit letter-sound work was observed (i.e., direct instruc-tion in or practice on tasks that required the child toovertly focus on a specific isolated

linguistic element andrelate it to its graphic representation).

Little time was spent on developing word meaning.

-- About 30% of the instructional
time in the first three yearswas on instruction in the meaning of sentences and texts

(comprehension), with a slight increase in the fourth year.

The quality of this instruction was fairly stable across
years, and most often focused on literal facts, rather than onmaking inferences or synthesizing meanings*

- - Independent work accounted for about half of the instructionallime during the first two years, dropping to about 35% in thefollowing years.

The level of formal language demand (i.e., the extent to which
the activity or task required interaction with connected
instructional text, either oral or written, as observed in
both independent and group work, was low. It started at a
relatively low level in the first year, and increased to mid-
level by the last two years.

- - The primary materials used in
instruction tended to be basal

readers accompanied by workbooks, worksheets, and chalkboard/
paper/pencil activities.
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.. The number of honenosoed students was low; productivity wasrated medium each year, while
noise tended to 6: Tow.

One of the most important findings revealed in these data is thedegree to which instruction was specific in its detail. For decoding,such explicitness is the degree to which tht correspondences betweenletter(s) and sound(s) are isolated for the student. For comprehen-sion. explicitness represents the degree to which text structure isisolated. For both decoding and comprehension instruction, suchexplicitness was, in the aggregate, low. Thus, the task ofdetermining the underlying
relationships was left to the student, withrelatively little instructor assistance.

SNOW OF FINDINES STUDENTS' PROGRESS

Now well did they do these children who entered sch-nl with°limited English proficiency° and who received in the follc-,ng yearsvarying amounts of instruction in their home language and in theschool language?

The SEDL investigators developed a growth track model to describethe progress children were expected to make in a certain period oftime. For a yeer's instruction, the student was expected to make ayear of progress.

With this model, the investigators were able to identify where
the students started (ndt all'airted'at the same place) and to chart
the amount ofryrowth eech child made each year in oral language skill
and in the va ohs compolients.Af rmadinty,... vocabulary, decoding,
comprehension).

. .

Based on the Interactive Readint Asseisment System (IRAS) (Calfee
Calf's, 1979, 1901; cairee, cairee, Fell, 1979), a performance

based test of component reading skills, the graph on the following
page illustrates how one student's progress in Vocabulary Decoding was
tracked according to the growth track model.

7
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A Student's Progress

The student's IRAS levels are shown along the left
axis, and grade in school on the bottom margin.
The growth track is the "X" line moving from the
lower left to the upper right corner of the graph.The track begins at a level of 0.0 for entry to first
grade, then moves in a straight line direction, two
IRAS levels for each year of schooling, tira value
of 8.0 on exit fran fourth grade. -

This student did not pass the first level of the
measure at the end of first grade, but note that he
also started behind expictation. The obseTyed
score of .17 means that the student managed to read
aloud one of the six words in the list of lowest
difficulty. ly the end of second grade, the student
had made considerable

progress; with a score of 3.72
on the test, the student was at the expected level.
Progress continued during the next two years and was
more than a grade level above expectation at exit from
fburth grade.

Oral Skills Development

Three types of oral language measures were used in evaluating
student progress: an oral language proficiency test, teacher ratings,
and audiotaped interactions (language samples). Analyses of the data
on progress in oral skills development reveal the fgllowing
information.

8 14
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-- The students in the sample, on entry into school, variedgreatly in their degree of bilingualism.

-- The students, generally, made considerable
progress in

acquiring skill in English, less progress in acquiring Spanishskill.

- - Site differences were apparent in the students' entry facilityin Spanish and English and in their subsequent growth in eachlanguage.

- - Site differences were also observed
in the patterns of

language choice, both at entry and over time.

- - The students oral language proficiency varied, in both lan-
guages, depending on the type of measure used (oral languageproficiency test versus teacher ratings) as well as by thetype of task within a given measure (story retelling versusdiscrete items that required short-answer responses).

-- When compared to teacher ratings, the oral language profi-
ciency test used appeared to underestimate the students'ability in both languages

at7entinrAuW4;:at higher grades, to
overestimate their English abilities and underestimate theirskills in spanish.

-- The students made considerable
progress not. only in learning

English grammar but also in acquiring English proficiency in
"school-related" language,(es reflected in teacher ratings and
ratings of audiotaptd language samples).

Reading AihieverAnt

To measure the children's reading achievement, the investigatorsused both IRAS (English and,Spanish .versions) and standardized readingachievement measures. Longitudinal findings from these follow,

IRAS - English

-- Overall, students entered first grade with English oral
language skills exceeding expectations of the growth track
model, but grew at the rate of the model predictions. English
oral language skills, therefore, were above grade-level expec-
tations throughout the primary grades.

-- Students' decoding skills (of isolated words) were minimal at
first-grade entry; they grew at above-level expectations
throughout the primary grades. Progress in spelling, however,
was slow.

r-

- Fluency in reading connected text was slow. By second-grade
exit, the average student read at a rate of fewer than two
syllables per second.

9
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-- Reading comprehension was about half a grade level belowexpectation at entry. Although growth was slightly above theexpected rate, comprehension remained slightly below gradelevel expectations throughout the primary grades. At fourthgrade exit, the overall sample was projected to be within ahalf grade of that expected by the growth track model.

-- Students who came to school with relatively lower Englishskills showed greater growth in English oral language
capacities. By late fourth grade they had caught up in orallanguage skills with those students who entered with higherEnglish skills. However, the high English entry students'
initial advantage in decoding continued to expand.

- - A significant relation was found
betWein entry level Englishskills and narrative reading comprehension in English. Thehigh English entry group entered first grade with reading

comprehension skills at the expected level, while the lowEnglish entry group was about two levels below expectation.
Growth rates did not differ. Each proceeded-at the rate ofabout a year of growth for a year of instruCtion. At fourthgrade exit, the high English entry gtOup wat.projected to beabout a half grade level above the growth track model expecte-ttonS, and the low English group was about one grade levelbelow.

-- Students with relatively higher Spalsb oral language skillsat entry:into kindergarten had gr rates in English reading
comprehension that exceeded those of students with relativelylower entry Spanish oral skills. This suggests that althoughthe development of English listening comprehension did notdiffer for these groups, relatively higher skills in Spanish
at school entry promote the growth of English reading
comprehension.

IRAS - Spanish,

- - Overall, the students entered first
grade with Spanish oral

language skills exceeding the expectations of the growth track
model, bet grew at half the expected rate. Although Spanish
oral language skills were above grade level at entry, they
were projected to fall below grade-level expectations during
the primary grades.

.. Decoding skills of the students were minimal at first-grade
entry. These skills, as in English, grew slightly above
grade-level expectations. Decoding (of isolated words) was
above expectations throughout the primary grades. Progress in
spelling, however, was slow.

- - As in the English, fluency in reading connected text in
Spanish was slow.

10 16



-- Reading compreNtnsion was a grade level below expectation atentry and growth was only half the expected rate. Reading
comprehension in Spanish was substantially below grade-level
expectation throughout the primary grades.

-- Entry level skills in Spanish were related
to reading perfor-

mance in Spanish. The low Spanish entry students started
first grade with less skill than the high Spanish group in theareas of formal language and decoding, but subsequent growthdid not differ. For reading comprehension, however, the two
groups began with the same low-level skills, but, given the
greater formal language and decoding skills of the high
Spanish entry group, their growth in reading comprehension
proceeded at a greater rate. This.rate, however, was substan.tially below that expected from the growth tract model, and
the data suggest that the major difficulty for these studentswas not-decoding skitt-,,,hutdgfAcultrte-dealing

wtth the
fonnek-lengeage aspects of- text.

Relations within and between IRAS.Measures (English and Spanish)

- The highest relaiions were generally between the component
scales within the three major skill areas.assessed (formal
languagi7Woding, and reading). The.corralations between
these skill areas were strongest for.decoding.and reading,
somewhat weaker between formal language and reading, and
weakest betweeo.decodimand formelJanguage. Thus, the
general correlational patterns suggest that decoding and
formal language skills are relatively independent, with both
needed for growthin reading comprehension.

.. Skill in decoding, and to &lesser degree, in reading, was
related across the two languages, while formal language skills
(as expected) were generally unrelated. There was, however, a
general trend for stronger relationships between a given
English task,Across the set of Spanish tasks.when compared to
those relatiohships for the same given Spaniih task across the
set of English tasks. This suggests that literacy development
in English may be.more readily transferable to Spanish than
from Spanish to English.

Standardized Reading Achievement'. sits

Generally, beginning in first grade, standardized achievement
tests were administered to all stucants in the Texas sites in the
Spring of each year. Three standardized tests were used in the
study's sites: the California Achievement Test, the Comprehensive
Test of Basic Skills, and the Iowa Test of UM SkilTs. Standardized
achievement tests in Spanish werseot administered systematically, or
to any great extent, by any of the schooll in;_the study. Student per-
formance on the standardized reading achievement tests in English may
be summarized as follows.

11
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Performance in English indicated that the students in theoverall sample entered first grade just slightly below grade-level expectations and showed growth which was also slightlybelow expectation. By fourth grade exit, the sample wasprojected to be a grade level behind.

A significant relation was found between entry-level Englishskills and reading performance in English, as measured bystandardized reading achievement tests in english. The lowEnglish group began first grade just below grade level expec-tation, with subsequent growth that gave about three-quartersof a grade-level improvement for each year of instruction.The high English group began first grade slightly above grade-level expectations and grew at a rate that was slightly belowexpectations. Thus, at fourth-grade xit, the high Englishentry group was projected to be about a half grade level
behind, while the low English entry group was projected to beslightly more than one grade level below grade norms.

Integration of Data Sources

The investigators assessed the degree to which various entryskills and instructional
program indices could account for above orbelow average skill in each instructional

year with respect to the setof component reading skills that were of primary interest (decoding,listening comprehension, and reading comprehension).

The predictor variable used included: (a) entry language skill(based on teacher ratings), (b) task-specific entry skill (based onthe previous year performance for the task), (c) nominal instructionalprogram (i.e., the nueber of years of Spanish reading before the childentered exclusive English reading instruction), (d) indices of thequality and quantity of instruct'on received (based on factors derivedfrom the classroom
observation and teacher interview data), and (e)student attendance. In general, these variables were successful aspredictors of skill, accounting for 15% to 95% of the variance in eachof the nine reading measures in each of the four instructional years.

Based on the correlation and regression results, the predictorvariables of kindergarten entry language skill, performance during theprevious year, and the quantity and quality of readinginstructionwere most strongly related
to reading aelffevement vAthin each of theinstructional years.

Summary of the English Relationships

-- English kindergarten entry language skill was associated withabove average performance in each of the IRAS component
literacy skills assessed throughout the early grades.

-- Knowledge of the English alphabet
at kindergarten entry was

strongly related to decoding-based literacy skills at first
grade exit, independently of oral language entry.

is 12



-- For a given literacy skill, entry skill was related to exitskill, and increasingly so over grade levels, thus suggesting
that students tend to become

academically "locked in place"with increased schooling.

-- Enrollment in Spanish reading programs was generally nega-
- tively associated with acquired English literacy skill (butmuch of this relationship is traced to entry level differ-ences). There was some indication of relatively superiorEnglish literacy skills at fourth grade exit for those stu-dents with longer (loniitudinal) enrollments in such Spanishreading programs (though the fourth-grade sample is limited).

-- Relationships for both observed and planned instructional
dimensions suggested that (a) literacy skills were advanced byinstruction that made strong formal language demands on stu-dents, by instruction that employed primary materials, and byinstruction that engaged students in work with text materials;and (b) comprehension skills and vocabulary skills wereadvanced by increased amounts of instructional time devoted tosuch skill development. Decoding skills showed the opposite
relationship, perhaps because of the relatively low quality ofsuch instruction found in this data set.

-- Literacy skills tended to show greater improvement with
increased exposure to instruction -- the more opportunity for
learning, the greater the skill acquired. This relationshipwas in many instances not generic in the present data set.Instead, more time on a particular component was correlated
with growth in that component.

-- Finally, some site contrasts were evident even after site
differences due to entry skill has been removed, but these
were relatively isolated.

Summary of Spanish Relationships

-- As was true in the English data, Spanish language level on
entry to kindergarten was associated-with above average
performance in each of the IRAS component literacy skills
assessed duriwall the early grades.

Knowledge of the names of the letters in the Spanish alphabet
was weakly (though positively) related to first grade exit
performance, and, unlike the situation with the English
alphabet, did not serve as a genera index-ot.preschool liter-
acy skill. However, in all subsequent instructional years,
previous performance on.a given IRAS scale was related to exit
performance on that scale,-increasingly so over grade levels.
As in English, the relative standing of individual students,'
literacy in Spanish became more rigid with increased school-
ing.
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-- Enrollment in Spanish reading programs was positively relatedto Spanish literacy acquisition in the early grades. Thisassociation, however, became negligible in the latnr grades.Given the practice of transferring the most successful
students (in Spanish literacy skill) to English classes, it is_ understandable that length in the program is not substantiallyrelated to acquired skill in these later grades.

-- Relationships for both observed and planned instructionaldimensions suggest that (a) literacy skills in general wereadvanced by instruction that engaged students with text mate-rials and by limiting
interruptions and (b) decoding skillswere advanced by increasing the quantity and quality ofdecoding instruction and decreasing the number of student4 inan instructional group.

-- Attendance tended to be positively related to acquired
literacy skill, but these relationships were weaker than thosefound in the English data.

-- Site contrasts, even after entry skill differences had beenremoved, showed that Spanish literacy skill was more advanced
at those border sites that provided the greatest non-schoolsupport for Spanish.

rmPtICATIONS OF FINDINGS AND ISSUES RAISED

The bilingual reading classroom is a place of discovery andstudent insight, of painstaking drill and poring over strange symbols,of experience and the telling of it. The reading classroom, rarelythe scene of miracles, is the center from which important relation-ships emanate between students and teachers, students and students,teachers and parents, students and books.

Sometimes because of lack of information, "static" in communica-
tions, organization of the school or the classroom, selection of mate-rials, or others of many possible dissonances, optimal learning failsto take place. It is the educator's duty to create a climate thatwill enhance children's learning and to suggest and implement improve-ments in the tools and mechanisms that cause learning to occur.

As the SEDL investigators gathered and analyzed information overthe six-year period, a number of critically important
instructionalissues surrounding language and literacy growth were identified. Inthe following pages, some of these issues and their implications arediscussed.

Valid Language AssessmenA

ISSUE: The research staff, aware of both the limitation of
available measures and the hazards inherent in oral language assess-
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ment (give the state of present knowledge about what constitutes orallanguage proficiency and how to assess it), used multiple measuresattempting to obtain a reasonably accurate index of each student'soral language abilities and patterns of language choice over time.Anal ses of the oral lan ua e data stron su .est that none of theex s ng measures y t ems. ves prov es a e ua n orma on on w chto base educationaT decisions. Use of a var ety of types of measures
and.rocedurescateverablaccurateindox_ of
testt-II-UO-raTarluaearocessstmeoonsumingand requ res skill and expertise that often is not readily availableto most school districts.

VAICATIONS: Given that results of oral language assessmentfigure prominently in a number of educational decisions and schoolingpractices for language minority children (e.g., identification, pro-gram placemeint, termination of special services), further research isurgently needed to determine not only effective but practical meansfor assessing the oral language proficietWyJung children.

Language and Instructional Prograyn

ISSUE: When examining language-ft V proeurVer Skill for readingachievement, additional instructional issues emerge. First, to whatextent does the cbtld!tjanguigatat_the timeof entryinto scniff---determine progr:m pligeTent?
atffeglslatIVe.mancfete, irT"children inTexas rom non- ngl s anguage backgroundt; who, at4ontry intoschool, score at or below a predetermined cutoff-score in English areplaced in a bilingual education program. This implies some use of thehome language (e.g., Spanish) for instruction for some given period oftime. Thus the issue here is not one of access to the program butrather the accuracy and adequacy of the information on which placement

decisions are made.

1VLICATIONS: SChool districts should be strongly encouraged touse multiple kinds eclat* fro* various sources-to arrive at decisions
about the placement-antinstructional

treatment of language minority
children. A formal language measure can,provide one kind of informa-tion; school personnel's professional Judgment about the student's
language characteristics in both fqrmaV-and informal school settings
can provide another; the student's academic performance can reveal
still further information; and home language surveys and educational
histories contribute additional data. Hence, oral language profi-
ciency telt scores shouId not be the only (or even the primary) source
of information on which decisions are made.

Secondly, to what extent does the"child's language at the time of
school entry determine the actual instructional program delivered?
The teacher's perceptions of the child-Fs language abflities and
instructional needs determine, to a large extent, the instructional
treatment delivered to the student. Therefore, in bilingual class-
rooms, use of the home language for instruction for a given child or
group of children will vary, both as a medium of instruction and for
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support within the classroom environment. An underlying belief intransitional bilingual education programs is that reading is a single
process and that having learned to read in one language, reading inanother known language is a matter of transferrir- and extending one'sknowledge and skills. It also is generally ben% Al that bilingual
children learn to read more easily and efficiently when their initialreading instruction is in their stronger language. Therefore, transi-tional bilingual programs may provide initial reading instruction inSpanish for children who clearly are Spanish dominant and, at the timeformal reading instruction begins, limited in their English skills.Formal reading instruction usually begins in first grade.

In the present study approximately one-third of the childrenreceived initial reading instruction in Spanish. While all of the
were

erizeyene.scooafwereenronnguacassroomswhen the entered the stud usual] as kinder artners subse uentacemen an ns ruc ona ec s ons resu n e ma or o thesuensbe ngpac n aynengsrea ng ns ruc on.

Length of Stay in Bilingual Program

ISSUE: Length of stay in the program is also determined to alarge extent by the teacher's perceptions of a student's readiness toperform in an all-English classroom, as well as by prior instructional
treatment and Us student's progress in acquiring English. In thisstudy, some students were transferred to a mainstream program at theend of their kindergarten

year, presumably because they had either
progressed rapidly in acquiring English and were no longer considered
Limited English Proficient or at entry their English skills had beenunderestimated. Other students in the sample scored low in bothlanguages (or were perceived by their teachers to have attained inade-quate oral language development in either language), and it was
presumed they would do as well in English reading instruction as inSpanish. Still other students who remained in bilingual classrooms infirst grade and received initial reading instruction in English may
have had sufficient skills in English to be in mainstream readingclasses but the diagnosticians believed they needed support in the
home language in other curriculum areas.

Thus, contrary to popular belief, not all children enrolled in
bilingual classrooms received reading instruction in their non-EnglishNome language. Of the students in this study who did receive Spanish
reading instruction, most remained in the Spanish program for at leasttwo years.

zPWLICATIONS: Given that teachers' perceptions determine to a
large extent the instructional treatment children receive, teachers
should be knowledgeable about and have significant input into the oral
language assessment process, particularly as related to entry/exit
decisions.
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Teacher training for assessing oral language assessment needsstrengthening. This training should give teachers the skills to beastute observers. They need training in how to observe languagebehavior as well as in what to observe (Cf:, social, personal, andcognitive aspects of oarTinguage proficiency as well as thelinguistic dimensions).

Research is needed that

focuses on how to train teachers to be better observers oflanguage performance, including the content of what is to beobserved.

examiOes criteria teachers use in making placement
(grouping) decisions for reading instruction within a classand for instructional..treatment

decisions for each of theinstructional groups.

examines, on the state level, how teachers make decisions
about bilingual and English-as-a-Second Language studentsand the extent to whithopmee decisiops are congruent withstate and local polity; research is also needed that
identifies ways in which rules, regulations, and teachers'decisions may converge to arrive at consensus among
practitioners and regulatory agencies..

Language Development andriiadieg.Acquisitioe
.

ISSUE: To what'extenf does the child's language development atthe time of entry into school arrect subsequent reading achievement?Me literature includes numerous studies showing a moderate-to-strong
relationship between oral'

language-development-and'reading achieve-ment. Knowledge of the language being read is at the heart of theprocess. Reading is a derived skill building upon oral language and
requiring the translation fron writing to a form of language fromwhich the reader already is able to deri4eleaning. -To learn to read,
children must bring their knowledge of the spoken language to the
written language. A"Well-develOged'system of oral language assumes a
functional vocabulary and the ability to discover the structure and
meaning of spoken uttifintit. It,alsoassumis' a rudimentary ability
to reflect upon language allewing childien to discover the properties
of spoken language central to the correspondence between its written
and spoken forms (e.g., awareness of relationships among words in
text, as well as among higher-order structural units such as clauses
and sentences). Children who do not have a well-developed understand-
ing of the communicative process at school entry often experience
difficulties in learning to read apd therefore fall below the school's
expectations in their academic progress. In the present study,_
teachers rated the oral language skills of approximatCy 25% of the
students, at entry, as relatively low in-both languages. -These
students were deemed by their teathers to be unable to participate
with facility in English in any but very familiar, routine conversa-
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tions, and they were characterized as demonstrating less than nattveor near-native facility in Spanish for students of their age.

XmPLICATIONS: School-based preschool programs and parentinvolvement components of school programs have gained support as meansof ehtlancing the language development of young children. Withadequate attention to staff development,
instructional focus, monitor-ing, and funding, such programs could significantly advance the lan-guage development of "high risk" youngsters and should therefore bemade more widely available to low-income language minority students.

Research is needed that examines the effects of preschoolprograms on the language development of language minority children andrelated effects on subsequent reading achievement.

Pr.-reading Skills Development and Reading Achievement

ISSUE: To what extent does the child's pre-reading skillsdevelopment at entry affect subse9uent reading achievement? Chil-dren's knowledge about literacy at entry into school has an impact ontheir reading achievement both in tht early stages of literacy acqui-sition and in later reading achievement. An important question foreducators is, *Can instruction change the relative level of attainmentin literacy that is predicted by individual
differences between chil-deen in their knowledge about literacy on entry into school?" Anumber of studios have shown that differential

progress in the acqui-sition of literacy is related to the quality of instruction childrenreceive. The problem, however, remains. Children who are wellprepared at entry to take advantage of what the school has to offerprogress at the rate of approximately a year of growth for a year ofinstruction. Children less prepared often get off to a slow start,lirRirff they progress at the rate of a year of growth for a yearof instruction, they still lag behind their more advantaged peers asthey progress in sdhooi. Furthermore, these children often -becomelocked into an instructional tract in which the instruction is thesame as for other students, only at a slower pace. The students'expectations for themselves decline, as do the expectations ofothers. The range of instruction delivered is such that these stu-dents have limited opportunities to learn more than a narrow range ofthe skills and content needed to become fluent readers.

IMPLICATIONS: A challenge for the schools is to find means tohelp prepare the less academically advantaged children to benefit frominstruction and to accelerate their growth in the early years so theycan keep up with their age group in the general school population.
Well-designed preschool programs could expand the knowledge and
experience base needed for subsequent academic learning. Further, thewhole concept of ability grouping for instruction and instructional
"tracking" needs to be closely scrutinized. Such organizational
procedures may not be in the best Aterest of low achieving students.
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Rate/Pattern of Language and Reading Growth

ISSUE: Towhateithanddevelolan ua e follWiTschoovenent?ren rrom a non ng s anguage ac groun o en er sc oo withlimited English-speaking skills face mastering the grammar of a newlanguage. But the problem goes far beyond that. The children mustlearn to communicate in a unique setting for them -- the classroom.As yet little is known about the nature of the linguistic demandsfaced by children during the critical years of their schooling andabout how bilingual children
acquire language-use competence for bothacademic and social purposes. Hest children by the age of five havecontrol of the basic structure of their native language and of most ofthe complexities of conversational interaction. However, when theyenter school, children confront a new speech environment with differ.ent linguistic requirements to accomplish their informational andsocial goals. They must, therefore, acquire dimensions of languagewhich many children at school entry have not developed in their nativelanguage. The following two examples demonstrate this and define someof the features of what is called "forial6 or "school-related*language.

r-
1 1

One example involves the interactional rules (or interactional
requirements) of.the classroom. Although apparently there is nosignificant "triniitioe involving grafter, phonology, or even vocabu-lary in a given language between that required for communicating inthe home and the school, differences do occur in the nature of theinteractions that take place in the two environments.

Firstly, the relative frequency of iypes of interaction differ.For example, the three-part structure of the-question-answer sequence(teacher-pupil-teacher) occurs with far greater frequency in theclassroom, as do pseudo-question where theasker already knows theanswer (e.g., Teacher: This'is a triangle. Billy, what is this?).

Secondly, thi role or status of the participants differs in thetwo settings. In interpersonal communication, typical of the home,the child shares the responsibility for initiating topics. A two-wayflow of new infoenAtion develops, and meaning is often supported by
shared kncwledge of the event, as well as by contextual cues from thesituation in which the exchange takes place. The reverse is true inthe classroom. Most often the teacher initiates the topic and assumesthe authority role. The student is the recipient. The flow of newinformation is a one-way event (knowledge of the event may not be
shared by the child). Contextual cues are greatly reduced.

Thirdly, the conversational structure of classroom talk differs,
partly because of the pedagogic motivation that underlies much of the
talk at school but also because of the special requirement to maintain
order in conversattOn

invotvialrlarge numbers of participants. Thus,children must learn a set of discourse rules for that particular
setting (e.g how to successfully engage the teacher and others to
acquire the necessary input for learning; when and under what condi.



tions a turn can be successfully negotiated; how to deal successfullywith a specified topic). At entry into school, student competencevaries in these special aspects of communication
in classroom activi-ties. Success in school depends on adequate knowledge of the rules ofclassroom discourse, and for many young children this is a majorlearning task.

A second characteristic of "school-related" language deals withthe use and interpretation
of language in different contexts. Inrecent years it has become increasingly clear that users of languageacquire skill in both the natural and formal domains of speech andthought. Children, having been reared in the informal and intimatelanguage of the home, come to school with linguistic skills character-istic of natural language, but the school uses formal language in oraldiscourse in the classroom and in the textbooks. To make academicprogress, students have to acquire formal language.

A number of scholars studying the relationship
between languageand thought describe differences in the use and interpretation of lan-guage in face-to-face

communication and language used autonomously.In the former, the language is supported by contextual and paralin-guistic cues and, therefore, is less dependent on the specific
linguistic forms used for its interpretation than on the expectationandrperception of.the speaker's intentions.and the salient features ofthe context. In contrast, language and thought that moves beyond thebounds of interpersonal context (i.e., formal language) makes differ-ent demands on the individual and requires the user to focus on thelin uistic forms themselves for meaning, since meaning is autonomouslyrepresented arid contextual support is greatly reduced. The linguisticmessage must, therefore, be elaborated precisely and explicitly,whether in the oral or written form.

To a considerable extent, formal education teachers the child toprocess and produce those varieties of spoken and written language inwhich meaning is autonomously represented. Language growth equips thechild to use language symbolically to represent remote, imaginary, oreven hypothetical events and experiences. In acquiring literacy andthe spoken form of formal language, children learn to assign meaningto the linguistic forms p:r 11 and become conscious of the process bywhich language can be con ro ed and manipulated to gain knowledge andto apply that knowledge in a variety of academic and social contexts.Learning to deal with language in this manner is necessary for readingsuccess. Yet it is a difficult process for many children, since itrequires learning to view and to use language in a new and expandedway.

In the section reporting the findings of the study, it was notedthat the children in the sample developed oral English skills (as
assessed through listening comprehension) at a rate exceeding the
expectations of the growth track model. The students made consider.able progress not only in learning English grammar but also inacquiring the dimensions of English proficiency referred to above as"school-related" language (as reflected in teacher ratings and ratings
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of audiotaped language samples; also Klee, 1984). Their oral s anishskills, in contrast, proceeded at only half the xpected rate and wereprojected to fall below grade-level
expectations during the primarygrades. The lesser growth in oral Spanish skills can be explained inpart oy the fact that only about one third of the sample receivedvarying amounts of literacy instruction in Spanish in the earlygrades, consequently a disproportionate amount of the instruction forthe entire group was in English over the course of the study. None-theless, mastery of a second language beyond that required for inter-personal communication takes time. Even with considerable emphasis onEnglish reading instruction in the classrooms in the study, the oralEnglish skills of the Low English entry group, while showing greatergrowth rates than that of the Niah English group, did not match thoseof Oeir relatively mere English proficient peers until late fourthgrade. This fiedings lends support to other research that suggeststhat 1 11 al k.rs on the avara to

7 c n e r second or

...

Certainly, entry oral language skills had a pervasive effect onvarige aspects of regime achievement. These skills were associatedwith vary level skills in ii le both English and Spanish.Sieges whe entered with rlThUViTj higher oral skills tended to haverelatively greater skill in decoding than did students with relativelylower oral skiNt ln &liven lames's. Mowever, students in thesample, om the average, learned to decode words in isolation in bothlaagwagell at rates exceeding grade level expectation and were abovegrade level ellINICtation iii INIC0011, through011ts 06.primary grades.Such performing typically is observed in reading in a second lain.guar,. However, the rate at which chitlins are able to decode and
process lingeisttc units (400dine fluency) affects reading comprehen.sion. The students' reeding rate was sic* in both tanguages (viz.,less than two syllables per second by the end of second grade).
Possible factors contributing to a slow reddlng rate include lack of
automaticity of decoding skills, inadequate word analysis skills, less
than adequate development of WO proficiency, limited knowledge of
text strecture, sad insufficient uSe of enabling text processing stra-
tegies (e.g., esieg context cgs, aging overriding themes, adjusting
reading rate tO the purpose of the task).

In the sorest., 01110 roadint comiwehosion, as assessed bythe perfonnea-basel mMere UMW, Snowed grown slightly above the
expected rate. However, the students' entry level reading comprehen-
sion skills werevecloothet, progressing at the rate of a year of
growth for 8 year of instruction, their reading comprehension remained
slightly below grade level expectations throughout the primary grades.

Oral language entry skills were shown to be subsUltiely related
to performance la reading comprehension. Students who entered with
relatively high Ing1114_001). 04141 1110.-esten***.bettef- developed
reading comprehension skills, asd, while growth rates did not differfor the twe grows, the advantage of the high English group at entry
resulted in this group's consistently higher level of achievement in



reading comprehension. On the other hand, children who entered withrelatively higher Spanish oral skills had growth rates in English
reading comprehension exceeding that of students who entered with lesswell developed skills in Spanish. These findings suggest thathildren who come to school with well develo ed oral lam ua e skills

earn ng to rTad
were Assoc atedwith higher entry English reading comprehension skills, and higheroral Spanish skills were associated with greater growth in Englishreading comprehension (but not with entry reading comprehensionlevel).

Finally, for standardized tests of English reading, higher entryoral English skills were associated with both. higher English readingcomprehension entry skills and higher growth rates. Spanish oralskills had no influence on either entry level comprehension skill orgrowth rate on standardized
English reading.gehievement tests. Forhigh English entry students, who for the mostlit riiiived theirinitial reading instruction
in-English, growth in English readingapproached the expected rate, a year of improvement for a year ofinstruction. For low English entry students, rate of growth inEnglish reading was about three.quarters of a grade-loveto$mprovementfor a year of instruction. This cinle exiffiinedg-fi pirt, by thefact that a portion of this group received reading instruction inSpanish for one or more semesters (usually two or more years) beforebeing transfirred to English instruction.

ImPLICATIONS: For the students in the study, present schoolingpractices result in reading achievement on performance-based testsprojected to be withinia grade level of expectation at the end offourth grade, with students who entered with-relatively higher Englishskills projected to.be slightly above grade level expectations. Onstandardized reading achievement tests the picture is somewhat differ-ent. The overall sample is projected to be about a grade level below
expected norms, with the high English entry group approaching gradelevel norms bpithe. end of fourth-.grade.

Several studies (Doebler Mardis,-1980-81; Gonzalez, 1977;Leyba, 1978; Rosier & Farella, 1976; San Diego City School, 1982;
Troika, 1981; Willis, 1986) suggest that the full benefits of initialreading instructiewin the home language often are not apparent untilstudents who have-receivitsuFinstructicin

are in the later elemen-
tary grades. A follow-up study of students in this study could pro-vide greater ins'Ihts into the long-term effects of bilingual
education.

Further, some students in the study were deemed by their teachersto have had relatively low oral language skills in both their home
language and English on entry into schooT.-lifiiiirikitry-oral languageskills were found to be associated with reading performance in
important ways, research that can assist schools in working
effectively with such students appears to be warranted.
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Similarly, effective means for increasing the reading rate(decoding fluency) of children from non-English language backgroundsneed tO be identified and communicated
to teachers, as less thanadequate reading rates may be impeding the growth of some of thesechildren in reading connected text.

Transfer of Skills Across Languages

ISSUE: To what extent do knowledge and skills gained in one_...iilaiL.Ltaisulanaetranstrertosinianotherknownian.ua.e? An
bilingual readingskills gained in initial instruction in the home language can betransferred to reading in English and that children, having learned toread successfully in their home-languaggv-calsbe.taught relativelyeasily to read at the same level in English, once oral English skillshave reachedin acceptable proficiency level. This assumes that

transfer of learning will occur"after certain conditioni are met --the new knowledge of skill is generalized to the new situation and thechild understands the applicability or utility of the knowledge orskill in the new situation.

In the SEUL study, the correlational pattern between the Englishand Spanish reading meaiures suggest that a child4s knowledge andskills associateCwith detbding are relatid across the tic languages,as are those associated with overall reading ability, but to a lesserdegree. This finding supports the premise that reading is a singleprocess and that reading knowledge'and skills gained in one language
can be transferred', if the necessa0 conditions are met, to reading inanother known language.'

ZAPLICATIONS: The practice ofteaching children to read
initially in their stronger language appears to be educationally
sound. However, in coMMenting on the transfer,ot learning within a
bilingual settidC"researchers (e.g., Moll, Dfaz, Estrada, & Lopes,1978) content that learning is primarily situation specific;
generalizing to other situations

depends"upon'organizing the environ-ment to facilitate"k0Olicatibh to k diffilleht setting. Therefore,
lesson environments have to be constructed so children will perceive
that what they have learned in Spanish reading class is also applica-
ble in English class and vice versa. This suggests that the instruc-
tion in the two languages sheadcll'Clotilly

cbordihated. It also
suggests that planning and teaching for transfer of learning should be
included in the training of teachers who work with bilingual children,

Precursor Skills and Reading Achievemm.t

ISSUE: Entry oral language and pre-reading skills are associated
with reading achievement. When comdared with children with less well
developed skills at entry, children with relatively better developed
oral language and pre-reading skills at entry were better able to take
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advantage of the instruction offered and to maintain their relativelysuperior level of attainment in reading throughout the primary grades.

IMPLICATIONS: Entry English language skills have pervasive andlasting effects on English reading achievement throughout the earlyelementary grades. While the oral English growth rate of the overallsample proceeded at a rate above the expectations of the growth trackmodel, the Low English entry students growth rate was greater thanthat of the High English entry group. However, the two groups did notconverge until late fourth grade. This suggests that acquiring"school-related" skills in a second language takes time. An importantquestion for educators is, "What are effective
intervention strategiesfor ensuring academic progress during the years while these childrenare in the process of gaining, the necessary proficiency in English?"

An additional important challenge for educators is to find meansto ensure and rha s accelerate la ua e and readin rowth Ors en s o a en cy n o sc oo are . e r eac ers o haverelatively low leveT verbal skills. These are the children who mayget off to a slow start in school, gain somewhat less than a year ofgrowth for a year of instruction, and fall further behind their moreacademically-prepared peers as they progress through the earlyelementary grades.

Nominal Instructional Progra"and Reading Acb1Pfthent

ISSUE: The investigators examined the degree to which the numberof years students were enrolled in a Spanish reading program couldaccount for reading achievement within each of the instructionalyears. For Spanish literacy, enrollment in Spanish reading programsis positively related to reading achievement during the early grades,but this relattonship becomes negligible in the later grades. Chil-dren who are placed in these programs are generally those deemed by
the schools to,.-be limited in their English skills and to have strongerskills in Spanish than in English when formal reading instruction isbegun, usually in first grade. These children remain in Spanish read-ing programs until they reach's predetermined level.of oral profi-
ciency in English and attain a specified level of reading in Spanish
and/or perform at or above a specified percentile score on a standard-
ized test of reading achievement in English (usually the 40th percen-tile). In this study, some students received Spanish reading instruc-tion for one year before being transferred to English reading; othersremained in Spanish reading for two, three, or four years, with mostbeing transferred to English reading by the end of third grade. Aftertransfer to English, no further reading instruction in Spanish was
provided, except during a brief "transition° period in some schools.
With such criteria for transfer, the few students who remained in
Spanish reading programs beyond the third grade likely were children
who were having trouble learning to read, since the oral English
skills of most of the students by third grade exit tended to meet orexceed the oral English criterion for transfer.
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IMPLICATIONS: While acquired English literacy skills were foundto be generally negatively associated with numbers of years of enroll-ment in Spanish reading programs, there is some indication of rela-tively superior English literacy skills at fourth grade exit for thosestudents with longer (longitudinal) enrollments in Spanish readingprograms. Although the sample was limited for this instructionalyear, this trend in the data raises
some interesting questions. Forchildren who begin initial reading instruction in Spanish is there athreshold level that must be reached in Spanish reading for thebenefits of such instruction to affect positively growth in Englishliteracy? If so, does it correspond to the level of literacy thatmonolingual children normally achieve by the end of third grade? Arechildren in transitional bilingual education programs, where criteriafor transfer to English reading is strongly tied to English perfor-mance, being kept in Spanish reading programs long enough to attainthe requisite literary skills in Spanish? Does the time frame of thisstudy, kindergarten through grade four, capture the long-term effectsof initial reading.instruction in the non-English home language?These and related questions merit attention &slim, are central to thecurrent controversy surrounding transitional bilingual education.

,,

. quantity and (*.litre, Instruction.

ISSUE: To what extent does the quantity and quality of theinstruction delivered to bilingual Children affect reading achieve-ment? Of the many factors affecting student progress in reading,
niTruction is.the one for which the schoois have primary responsibil-ity and over which they have the most control. Identifying instruc-tional patterns associated with-success and failure, both in the earlystages of reading-instruction and in subseqUent years, is a criticalissue surrounding improvement of practices for all children.

Educational research over the last 10 to 15 years, conducted
primarily with.students from the general school population, hasproduced a solAd knowledge base allowing educators.to point with
confidence to characteristics and actions that differentiate between
instructional settings in which students_successfully master the
learning ,goals set for them and those in which students are less
successful. It identifies and describes what effective teachers doand how effective instruction. is accomplished in effective schools.
Similarly, semoof the most eminent reading experts claim that the
best teachers in the best schools know how to turn students into
proficient readers (Anderson, Hiebert, Scott, & Wilkinson, 1985).

, .

Research in bilingual education and rested topics has.also
accumulated a substantial knowledge base in the last 10 years. The
focus on academic achievement in the late 1970s and early 1980s led to
more and more investigations

into.the interaction between differences
in the languages of instruction and the student. This in turn
uncovered a variety of variables that prompted research into school
and classroom climate, teacher and student variables, and pedagogical,
sociocultural, and legal issues. Thus, a considerable body of
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research exists that speaks directly to issues related to language

minority education.

When examining the findings from the instructional data from the
present study in relation to the knowledge base of other literature,
one 'Inds instructional patterns and teacher behaviors associated with
student academic gaibs in monolingual classrooms, successful practices
in bilingual classrooms, and less reading gains in monolingual class-
rooms.

Practices Associated with Student Academic Gains

Factors present in the data associated with student academic
gains and successful practices fn both monolingual and bilingual
classrooms include the following.. ,

it, t

Strong focus on academic wock;_time spent working with textual
materials (as contrasted to time spent wIth non-textual
materials).

Time allocated to reading and academic verbal interaction;
literacy skills tend to show greater improvement with
increased exposure to instruction - - the more opportunity for
learning the greater the skill acquired.

- Use of active teaching. practicen relatively large amount of

instruction from and illteraction with the teacher..:,t

- High achievement expectations; use of tasks of appropriate
difficulty lev.el that challenge the Oudent, yet allaa consis-
tent-success:

- - Efficient classroom management; allocated instructional time
devoted to instruction; classrooms that are relatively free of
major behavioral disorders._

Additional factors associated with successful bilingual
classrooms include the following.

- - use of the home language with Limited English Proficient
students some of the time.

- - Use of English primarily during English-medium instructional
periods and Spanish primarily during Spanish-medium instruc-

tional periods.

Practices Associated with Less Student Gains

Factors associated in the present study with less student gains

in reading as well as those identified in research on monolingual

students may be summarized as follows.

32
26



-- Amount and quality of decoding instruction
(inappropriate

amounts or timing of such instruction; non-explicit
instruction on letter-sound pairing).

-- Limited attention to explicit instruction in developing
vocabulary (word meaning) and higher-order comprehension
strategies (beyond those of comprehension of literal facts).

-- Ability grouping of students, which may not be in the bestinterest of low achieving students. Children assigned to thelower groups are locked into an instructional track in which
the range of instruction is such that they have limited oppor-
tunity .to learn more than-a narrow range of the skills and
content they need to become fluent readers.

-- Extensive use of,seatwork assignments for low reading group
students...Recent research suggests,that seatwork is qualita-tively a different experience for lower achievers than for
high achievers. The two groups differ in fluency of their
answers and the appropriateness of,strategies they use. Thismay.explatn why tiatievement differences widen over time. Low
achievers are spending less of their seatwork time in
beneficial ways.

I' 1

PWLICATIGNS: The classrocerlw-this.studi ixhibited several ofthe characteristics of effective instruction. For. the students (in
the aggregate) such instruction produced approximately a year of
growth for a year of instruction in English reading comprehension, asmeasured by performance based,tests. Instruction does make adifference.

While the classrooms were similar in many ways, variation was
noted on the quality of the dimensions of instruction assessed. This
suggests that to ensure effective. instruction of all students, certain
instructional dimensions need strengthening. Staff development should
aim toward trajAiniteachers to,(a).monitor their own use. of language
in the classroaranct-to provide instructionaLactivities making strong
formal language demands on students;.(b) makeoptimel use of textual
materials, favoring these over non-textual materials in both direct
instruction and independent work; (c) increase instruction in word
meaning and the higher-order comprehension skills and to strengthen
such skills through explicit instruction; and (d) evaluate the
decoding needs of theirstodents-and-taiior their instruction on
decoding to the identified needs, making such instruction explicit and
limited to appropriate amounts. In addition, the practice of grouping
students for instruction needs careful consideration, not only in
terms of optimal size, but also in terms of student membership,
permanency of the group once formed, and instructional treatment
provided.
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Site Characteristics and Reading Achievtroent

The sites in this study were selected to achieve variation inseveral areas (e.g.,size, socioeconomic status, degree of urbanicity,
concentration of Hispanic students,

characteristics of the readingprogeam). Given differing contextual environments, site differencesin language and literacy development could be expected. For English,site contrasts in such development were relatively
isolated,-suggest-ing that schools were adjusting schooling

practices and instruction tomeet the needs of the local school population. Spanish literacy, onthe other hand, was more advanced at certain of the border sites wheresubstantial non-school support for Spanish was available.

zroLICATIONS: Factors outstde the-school are important in main-taining and/or fostering development of the non-English home lan-guage. Prominent among these are locale and tht extent to which thelanguage is used in the community and the wider environment, as wellas the role of the home language in the affairs of the home and of thecommunity; attitude of the student and others toward the maintenanceof Spanish; and the extent to which written materials and formal usageare available to the students in the home language.

Without strong support from the home and the community, studentsin transitional bilingual education programs are unljkely to achievehigh levels of literacy in Spanish. Indicattoos are that these pro-grams can, and are, promoting English literacy for all students, andin the case of the present study, slightly more than half of the
students were reading in English at grade level expectations by theend of second grade.

RESEARCH DESIGN

Some elements of the research design have been presented brieflyin preceding sections. A more comprehensive summary is provided in
the following pages.

To achieve the objectives of the study, considerable attention
was given to the selection of schools, teachers, and students; the
instruments for assessing language and reading achievement; themethods for assessing classroom instruction; and the data analysisplan. Each of these topics are discussed briefly below.

_ Sanfie Description

Having determined the goals of the study and that low-income
Hispanic children enrolled in bilingual programs in the State of Texas
would be the primary focus of the study, a purposive rather than a
probability sampling procedure was selected. The p an included
sampling at five units of analysis: region, school district, school,
teacher/classroom, and student.

343



The general approach was to start at the highest level of thechain with the selections of regions, then proceed to sampling atlower levels, using data available at each point to establish fixedcategories from which samples were to be taken. Data compiled by theTexas Education Agency and previous work at SEDL suggested that two orthree general types of bilingual education programs could beidentified with two or three reading approaches nested within, oracross, the bilingual programs.

Site Selection

The initial selection of.sites was based on dividing the stateinto geographical regioos that took into consideration a combinationof regional, political, socioeconomic status, language, and
degree-of-urbanicity variables. The following three geographicalregions were then selected.

Central Texas a region, that is both urban and rural andcontains a.number of bilingual programs.

Texas Norder Area... rural, low socioeconomic
status, substantialnumbers of Spanish dominant students.

Noith Central Texis large urban area, largely monolingualEnglish, middle-sized cities, poor and middle class.

Selection of SChool Districts

Within each region, four to eight school districts wereidentified for potential inclusion in the study. Ultimatety, fivedistricts were selected that broadly represented the variables ofinterest -- size, Socioeconomic status of local community, degree ofurbanicity, nature of the bilingual program, degree of variability ofschools and teachers within the district, and willingness to cooperatein the study.

Selection of Schools-

Schools were selected within each of the districts on the basisof such variables as, but not limited to, the nature of the bilingual
program, nature of the reading

program, and character of the schoolorganization (e.g., multiple grading, team teaching, open classroom
configurations, and individually-guided education programs). Fourteenschools were selected from which the student sample was initiallydrawn. As the students moved through the grades, six additionalschools were involved.

Selection of Teachers/Classrooms

Data available at the district and school level were used in theselection of teachers. Variables considered in teacher selection, as
students entered the study initially, included number of years of
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experience, specialized training in reading and bilingual education,number of years at the present school, and qualifications and rolefunctions of the teacher aides.

-As students moved to the next grade, they were often dispersedthroughout all appropriate classes available in their school at thatgrade level, as the study had no control of student placement beyondthe students' initial year in the study. At first, the student samplewas assigned to 26 homeroom classes. Nowever, because of team-teaching and other organizational approaches, 37 teachers constitutedthe initial teacher/classroom sample.

Selection of Students

The students' language and reading skills were assessed with avariety of instruments, and their instructional
programs and classroominstruction were observed and documented. For some purposes, all ofthe students in a class were tested with certain
instruments; 717.---other purposes, the instructional program of the entire class wasobserved. In addition, a target subsample of 10 students was selectedin each class for a more detailed, lonsitudinal

"cast study"examination.

The primary factors for the selection of target students within aclassroom included sex, language status, and an Chdex,of cognitive771=
In sum, the five Texas sites' selected represented a cross-sectionof school districts typically found in the state and reflect variationin size, socioeconomic

status, urbanicity, locale, and makeup of thestudent body (from medtum to high concentration of bilingual stu-dents). They also reflected a high degree of diversity in terms ofcurriculum used, organization for instruction, criteria and practicesfor transition from Spanish to English reading, and instructionalemphasis. Thus, the naturally occurring variations necessary to thedesign of the study were found in the sites included in the study.

Caen Plan for Longitudinal. Investigation

To achieve thi purpose of the study, it was desirable to trackthe target students from entry into kindergarten through the end offourth grade. The growth and development that are the focus of thestudy normally takes place over this time period, and a
cross-sectional design would have been altogether inappropriate.

For practicality, what was planned and implemented was the
selection of cohorts (groups) of relatively modest sample size thatwere tracked for varying periods of time in successive waves. Four
student cohorts of differing sizes entered the study during the courseof a three year period. Each cohort of students was tracked fromtheir entry into the study through the last data collection year
(1982-1983) or until they exited fourth grade. The selection
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procedure yielded a subsample of 380 students distributed among thecohorts as follows:

Cohort 1:

-Cohort 2:

Cohort 3:

Year 1. Site 0 - 2 schools, 4 classrooms, 40 targetiMitits (20 K; 20 F).

Year 2. Site 0 2 additional classrooms, 20 studentsThirgiteT7T school, 2 classrooms, 20 students (10K; 107)7-11te 2 - 1 school, 4 classrooms, 40 students(20 K; 20r=

Year 3, Site 3 1

students); Site 5 -
bilingual MUM,
students).

school, 3 team teaching units, 80
10 monolingual English (all K
7 schools, 11 classrooms, 80
30 monolingual English (all K

Cohort 4: Year 3. Site 4 - 2 .sc_hools, 4.clasirooms,
1117nonol I ntirairrpanish students -I afl fi rst graders

) .

Since the students entered iff successive
waves, with most of thestudeets entering during their kindergarten year but with someentering at first grade, certain of the students were tracked for fiveyears (K-4); others for four years (K-3 or 1-4); yet others - - themajority -- were tracked for three years (K-2).

Instramotation and Oita Collection

Data wore collected in accordance with data collection schedulethat was prepared each summer and distributed te data collectors priorto the beginning of the school year. Two major sets of instrumentswere administered each year, one assessing student characteristics andacademic performance, and a second providing information on teacher
characteristics and classroom instruction. A brief discussion ofthese data SOW4GS istgiven betow.-

Student Characteristics and Academic Performance

For students, the study's=primary-interest focused on languageand literacy growth. The,instruments employed in the assessments ofthese skill areas are described below.

Language Assessment,

Several types of data wort collected for each student concerning .their oral language proficiency in both English and Spanish. At th(beginning of each year, teachers provided a general characterizationof their students' language in terms of English-Spanish dominance,
eholoying the Student Operational Language Assessment Scale (Duncan &
DeAvila, 1976). In Iate Fel (after becoming more familiar with their
students) and again in late Spring, teachers provided a more detailed
rating of their students' language skills employing the Oral Language
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Proficiency Rating Scale (Mace-Matluck, Tunmer, & Oom(hguez, 1979).Standardized oral- language proficiency tests, selected by the districtfrom those allowed by state policy, were administered in the earlyFall of each year, the test almost exclusively selected being the
Language Assessment Scales (DeAvila & Duncan, 1977). Finally, for asubsample of the target students, audiotaped speech samples wereobtained monthly on a rotating schedule in three settings: theclassroom, the playground, and the home.

Reading Assessment

Several instruments were used to measure reading achievement.First, detailed information was obtained from two individually
administered "performance based' tests assessing both English andSpanish literacy skills.

In the Fall of kindergarten, the Stanford Foundation Skills Test(Calfee & Associates, 1978, 1980; Calfee 1918,.1980) wasadministered to aseess pre-reading skills; 006Td1i9 independentmeasures oieal diitilmination,
phonetic segmentation, alphabetknowledge, vocabulary knowledge, and narrative comprehension. Fromthe end of first grade on, the Interactive ReadinuAssesement System(Calf', & Calfee,.1979, 1981; Calve., cairn, a Pera, 1979) wasadministered during the Spring of each school year to assess reading

skills mr:_ se. This instrument provided independent measures ofskills ridirading, spelling, word meaning, fluency in oral reading,
and listening and reading comprehension.

It ,
As supplemental information, informal reading inviheiries were

administered throughout the school year after the reading of connectedtext began. Finally, standardized achievement test scores from Spring
district-wide administrations ware colTiiied yearly-in both Englishand Spanish (though the latter were rarely administered in the study'ssites).

-,:..e.
Classroom Observation and Teacher Interviews

Project staff conducted monthly observations of the reading
instruction in each classroom and interviewed the teachers quarterlyabevt their instructional plans. The observation instrument, theReading and Mathematics Observation System (Calfee & Calfee, 1976,IWO), documented staffing patterns, grouping and organization, time
allocations, the language of instruction, the character of instruc-tion, the materials and procedures used, and the response of the
students. The interview instrument, the Reading Teacher Checklist
(SEOL, 1978), focused on the teachers' general Instructitnal objec-tives for reading, as well as the objectives for individual targetstudents. Finally, through the Bilingual.Classroom Questionnaire
(SEDL, 1979) and its revision as the Inventory of Bilingual- Instruc-
tion (SEOL, 1981), overall program infOrmation was colTected through
Triarviews with teachers about their daily schedule (as opposed to
only their reading instruction periods). Together, these instruments
provided a rich characterization of the instructional program for the
target students.
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Other Data Collected

Other data were collected and entered into the data system. Forstudents, these included yearly administered cognitive style instru-ments -- raimely, the Matching Familiar Figures Test (Kagan, Rosman,Day, Albert, & Phillips, 1964) and the Children's &bedded FiguresTest(Witkin, Oltman, Raskin, A Karp, 1971) -- and-a Piagetian cogni-Trii development instrument, the Cartoon Conservation Scales (DeAvila,1976). For teachers, these included a corresponding set of yearlyadministered cognitive style instruments -- namely, thm adult versionof the Matching Familiar Figures Test and the Group Embedded FiguresTest (Consulting Psychologists Press, 1971) -- and an instrumentiiiIgned to ascertain the teachers background characteristics andlanguage skills, the Survey of Teacher Background and Language Skills(SEDL, 1980). These data have not been fully analyzed, SOW becausethey appeared not to
yield,productive-information for the purposes ofthe study under initial analyses, others because of their lowerpriority in the face of limited resources.

Data Collectors'

All direct teacher input data were collected by full-time membersof the Sr1L' research team. This requieid systematic and frequent
.visits L. the-,rimearch-Sites.

A data collection team from each of the sites conducted formalclassroom observation and collected student data. In most cases, ateam comprised two people who were not:ptherwise kmployed:' All metthe following criteria: resident of the )bcal community, experiencedteacher, Hispanic and fluent speaker of English and Spanish, andacceptable to the school district. In all cases, the school districtadministration provided a list of acceptable and available persons whowere then screened by the SEDL staff.

Training for the data c011octorl1/4was extensive and'ongoing, withall training conducted-by-the SEDL research staff; usually at thelocal site.

a

Data. mank9e-rieiNt actui

Standard'ordadurifware used in the entry and cleaning of thedata, and standard statistical
packages (generally SPSS) were thenused to obtain descriptive suies, although a fair number of

special-purpose programs had.to be-wOitten to conduct some analyses
(most notably, those concerned with the instructional data).

The goal of the dati.management procedure was two-fold. First,the cren4ion of raw measure data sets that respected the yearly cohort
structwti of the study (mainly-for the-pit-Oases of' establishing
measurrime reliability given instrument modifications over the yearsof data to lution). Second, the creation of an integrated data base
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across cohorts that respected distinctions in grade level (more
accurately, instructional year), such that for each individual studenta series of measures existed that was in all ways congruent with theseries for every other student in the study.

The goal of the data reduction process was to obtain a reliabletotal score for each-subscale of the instruments used in the study,and then, guided by the study's theoretical concepts, to reduce thedata structure to a manageable set of relatively independent indices.As such, the analyses to date have treated only the gross features ofthe data base. MUch more detailed analyses treating the data's finegrain have been left for future work.

Data Analysis

In this section, the approaches taken to the analyses of the database are summarized. First, an overview of the procedure used in themeasurement of growth is presented, followed by a description of thetechniques employed in the assessment of instruction. Finally, theapproach taken to assess the effects of entry skill and instruction onsubsequent literacy performance is discussed.

The Measurement of Growth

Given the selection of instruments in oral language and readingand the summary indices of performance associated with each for eachinstructional year, the problem of assessing growth for individualstudents over the semesters in which they may have been tested with agiven instrument was next addressed. The solution was derived fromthe account of growth in the set of component reading skills assessedin the Interactive Reading Assessment System (IRAS), and was thenapplied to student performance on other instruments as appropriate.As an aid to the explanation of this approach, a brief discussion ofthe IRAS follows.

IRAS incorporates the developmental dimensions of basal readersfor each of the major components of the separable-process model ofreading on which it is based: decoding, vocabulary, and comprehen-sion. As an example, in asseSsirj real-word decoding, the IRAS mate-rials were selected using word-frequency lists according to a linearprogression in readability (i.e., students were asked to read wordlists ordered by the word frequency of their constituent words). Tothe degree that the basal materials drive student growth in reading,then a year of effective instruction should correspond to a constantamount of progress through the levels of IRAS. That is, the structureof the IRAS materials incorporates a linear component, and therefore,leads to the hypothesis that growth as measured over these materialsets should be largely linear.

Accordingly, for each student, performance within a given IRASsubtest over the years tested was assessed by projecting the best-fit
regression line through the set of available data points for the given
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subtest. Such a line summarizes student performance in the relevanttask by providing estimates of (a) the intercept,
representing theskill level at which the student began schooling

(actually, the inter-cept at first-grade entry was computed rather than at kindergartenentry, since this point seemed to be the modal value of the sample'sfirst systematic instruction in literacy) and (b) the slope, repro.senting the average growth, in terms of IRAS levels, for a single yearof instruction.

The degree to which the data actually reflect a significantlinear component may be assessed by computing the amount of variabil-ity around the individual
student's best.fit line. This index is oneminus the r.Squared value, the latter expressing the squared correla-tion coeffTCient between scaled subtest performance and grade level.When converted to a percentage, values of 100% are obtained when thedata show no linear component (i.e., the average of the data values isthe best estimate of performance for any grade level). At the otherextreme of 01 unexplained vartance, each of the data values fallsprecisely on the projected line, and subtest performance is perfectlypredictable for any grade level. For values between the two extremes,some linear component is present in the data: As the percentage ofunexplained variance decreases, so does the average (linear)prediction error, indicating a relatively larger linear growthcomponent.

For the IRAS growth indices, the average unexplained varianceover the English subtests was 19.6% (ranging from 12.9% to 33.9% overthe nine component scales); for the Spanish subtests, the averageunexplained variance was 26.4% (ranging from 14.6% to 37.9%). Thesevalues indicate that, on average, a large degree of growth as measuredin the IRAS component subtests can be explained as linear.

Growth in language, as revealed in certain measurement schemes,may not be expected to be linear since the 'materials' used to assesslanguage growth mey not have been designed in a fashion comparable tothe IRAS design. Nonetheless, language growth does show evidence of alinear component, although it is not as substantial as that found inthe IRAS indices. For growth in language as assessed by the Lan ua eAssessment Scales (LAS), the average unexplained variance for thelailifilFrtiple choice response scales (Minimal Sound Pairs,Lexical, PAssesms, and Sentence Comprehension) was 23.3% and 32.3% forthe Emglish aid Spanish indices, respectively; 41.9% and 39.9% for theproduction rating in English and Spanish, respectively; and 33.2% and42.15 for the overall level rating in English and Spanish. For theteader ratiegs =prising the Oral Language Proficiency Rating Scales(OLPIN), the average percent of unexplained variance was 45.01rand
39.31 for the English and Spanish ratings, respectively. Thus, these
sets of language data also reveal linear growth components, thoughthey are not as strongly evidenced as in the IRAS data.

In ,Gammwxy, two points are important to remember when consideringthe deScriptive date based on this analytic procedure. First, the
average growth measures presented are based on the best-fit lines
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projected through each individual student's available data points fora given measure. Second, the fits of these lines to the data are, ingeneral, fairly good, but they do not represent the whole story, asindicated by the varying degrees of unexplained variance.

The Assessment of Instruction

The instruction provided the target sample was documented throughtwo major information sources. The first was through regular class-room observations (approximately five to six per year) employing theReading and Mathematics
Observation System (RAMOS). The second wasthrough regular readAng teacher interviews-(apppoximately three peryear) employing the Reading Teacher Checklist (Checklists).

The observation instrument.coesisted0of a number of distinctcategories of instructional
interest (delineated below). Associatedwith each category was a set of mnemonic codes that detailed thecontents of the category (e.g., under the category of InstructionalFocus, a large set of codes was used to describe the PiiiiThITTET;Viirletter-sound correspondence wort to whole word recognition, totext comprehension). For ach minute of observation, the observerentered the codes describing the classroom activities under eachcategory, thus providing a minute-by-minute account of the classroominstruction observed. From these sources of instructional data,indices of both the quality and quantity of instruction with respectto a set of instructional

dimensions were derived. The particulardimensions of instruction assessed for each individual target studentfrom the observation-based
summaries included lhe following.

Number of Students: the number of students contained in the
instructional group.

Classification: the level of the instructor's formal training,rang ng Tram minimal (volunteer) to mid-level (teacher aide) to
substantial (substitute teacher, resource teacher, teacher).

Role: the level of formal instruction provided, ranging frcm717TMal (preparation, control, management) to mid-level
(facilitation) to substantial (direct instruction).

Subject Natter: the amount of reading generally required by thesubjecI being taught, ranging from minimal (class business, art)to mid-level (science, mathematics) to substantial (reading).

Instructional Focus: the relative explicitness of the instruc-
tional emphases andEstratesteemmOoyedL in three instructional
subcategories:

Letter-Sound urfiTT,Me.rjapikalplicitness of the
instructional emphatIT plInd on 41Coding, ranging from work
on isolated units (auditory discrimination, letter recogni-
tion, letter-name work) to non-explicit letter-sound pairing
(whole word recognition, spelling practice) to explicit
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letter-sound pairing (letter
cluster-sound recognition,

letter-sound recognition, spelling pattern recognition).

Word Unit Meaning: the relative explicitness of the173IFirt1onai emphi-sis placed on word meaning, ranging fromlow (dictionary usage) to mid-level (noun derivative,compound words) to high (antonyms/synonyms, vocabularyenrichment).

Sentence and Text Units - Meaning: the relative explicit-ness of tne instructionaremphasis placed on sentence andtext meaning, ranging from low (literal facts) to mid-level(story sequence, predicting events) to high (major ideas,making inferences).

Techni us: the type of technique in which skills of visual orauditory pattern recognition were presented, as either parts-to-whole or whole-to-parts.

Language of Instruction: thelanguage used in instruction
deliverY, ranging from all Spanish to alternating usage ofEnglish and Spanish to all English.,

Materials (Primary and Ancillary): the amount of text containedin the materials used, ranging from minimal (art material, taperecorder) to mid-level (phrase card, chalkboard) to substantial(basal reader, library book).

Activity/Task: the level of formal language demand required byparTicular activity/tasks in three instructional
subcategories:

Non-instructional: the type of instructional activity/task,as eiair non-instructional
(clean-up, wait time) or

instructional (all other activity/tasks).

Inde ent: the level of formal language demand foractivitftasks
classified as independent work, ranging from

minimal (art activity, copying material) to mid-level
(writing from dictation, writing answers) to substantial
(test taking, creating writing).

Listening and Nespondis in Group: the level of formal lan-
guage demand for activity/tasks classified as listening andresponding in groups, ranging from minimal (music activity,
playing games) to mid-level (watch-listen, listen-story) to
substantial (listen-lecture, discussion-speak).

Attention (Collection fears 1-2): the attention of the instruc-TITAITIFoup as rated relative to the activity/task required,
ranging from low to medium to high.

Number of Nonengaled Students (Collection Years 3-5): the numberof students contained in the instructional group who were not
engaged in the activity/task being conducted.
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Productivit : the rated productivity of the instructional group,rang ng from low to medium to high.

Noise: the level of noise as rated relative to the activity/task
7iqUired, ranging from low toledium to high.

Over the five years of data collection,
1640 observation-basedsummaries for individual target students were obtained (1293 inEnglish reading and 347 in Spanish reading, the difference reflectingthe predominance of English reading offered to these students).

For the interview-based
summaries, the particular dimensions ofinstruction assessed for each individual target student matched thoseof the RAMOS with the fortowing exceptions, Which were not appropriatefor the teacher interviews:
Subject, Technique, the set of studentresponse indices (Attention, Number of Nonengaged Students, Productiv-ity, and Noise), and transitional activities (Activity/Task: Non-instructional). Twe additional categories not found in the observa-tions were included in the interview:

Number of Basals: the number of.different basals planned for usein the delivery of the tnstructiPe.

Rank: the relative position of the target students readingiFrup with respect to the following criteria:

Internal: the relative ranking of the target students'
"Firdirrgroup with respect to the other reading groups of
the classroom, ranging from low (one of the lowest readinggroups) to mid-level (the average reading group) to high(one of the top reading groups).

External: the relative ranking of the target student's
Ferdrrgroup with respect to the grade level expectationsof the basal reading series employed, ranging from low
(below grade level expectations) to mid-level (at grade
level expectations) to high (above grade level expecta-tions).

In these interviews, teachers were asked to indicate the general
strategies employed in teaching reading to each of the target stu-
dents, supplying for each, detailed information under the instruc-
tional categories of interest (using the same coding scheme employedin the RAMOS), and the relative mounts of time to be devoted to eachstrategy over the two-week period covered by the interview. Over thefive years of data collection, 1943 interview-based summaries wereobtained of the instructional plans 617_grovidinreading instructionto individual tilt4t .studen(1301"1li Ehilish reading and 550 in
Spanish reading).

Such scaled instructional-Indices (for both the observation-based
and interview-based summaries) represent a set of instructional dimen-
sions with respect to both their quality (reflected in the relative
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magnitude of the scaled values) and quantity (reflected in the percentof time devoted to each instructional dimension). The use of the term"quality" here does not imply any evaluation of the appropriateness ofthe instruction, as the skills of the students in a given group may besuch that certain types of instruction are obviated. However, thisinformation provides a basis for assessing the kind of instructionreceived (i.e., itS quality and quantity relative to the dimensionsdefined in this study), and subsequent analyses provided assessmentsof whether or not instruction so defined influenced the growth ofrelevant skills of these students.

The findings from the descriptive data based on these summaryindices are discussed below. However, these indices were not employedin the integrative analyses. Rather, aggregated indices based onfactor analyses (conducted independently for both the observation andinterview data, and for English and Spanish reading instruction withineach) were used. The summaries derived ,are described below.

The seven factors ideniified in the English observation analysiswere: (a).engaged text time, an index of reading time where studentswere engaged with text materials, (b) direct group instruction, anindex of direct,instruction that was imed at groups rather thanindividual students, (c) the quality of formal language, an index ofthe formal language demands made upon the students, (d) the amount ofdecoding instruction, (e) student productivity, (f) the use of
secondary materials, and (g) the number of students constituting aninstructional group.'

The seven factors identified in the Spanish observation analyseswere: (a) quality of formal language (corresponding to the thirdEnglish factor derived), (b) direct group instruction (the second
English factor), (c) engaged text time (the first English factor), (d)number of students (the last English factor), (e) amount of decoding(the fourth English factor), (f) secondary material usage (no general
corresponding English factor) and (g) control (a complex factor alsowithout an English correspondence).

The five factors identified in the analysis of the English inter-view data were: (a) the amount of comprehension instruction, (b) thequality of formal language, (c) the amount of seatwork, (d) the
quality of primary materials, and (e) the amount of group vocabularyinstruction.

For the Spanish interview data, the five factors identified inthe analysis were: (a) the amount of decoding instruction (the
compleviewt of the first English interview factor), (b) the amount of
seatwork (corresponding to the third English factor), (c) the quality
of primary materials (the fourth English factor), (d) the decoding
teacher's classification, which was also associated with the explicit-
ness of the decoding instruction planned (no English correspondence).
and (e) the number of students in the instructional group (no English
correspondence).
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Integrative Analyses

A gross analytic strategy was selected to gain some initial senseof the overall structure of the data base linking precursor skills andinstruction to reading achievement. This approach is best viewed as apreliminary analysis of an extraordinarily complex data base --multiple, yearly student assessments in the domains of cognition,language and reading (in both English and Spanish for the latter two),coupled with extensive yearly instructional data. The primary goalsof the analysis were (a) to determine the degree to which the severalpredictor indices were consistently related to the outcome variablesand (b) to evaluate the structural patterns of any such relations.

The primary outcome measures employed in these analyses were thenine summary indices obtained from the nine subtests found in theIRAS, analyzing English and Spanish performance separately. Forconvenience in interpretation,
these-tndices-may.beegrouped into threemajor categories: (a) oral language (Vocabulary Definition, NarrativeListening Comprehension, and Expository,Listening Comprehension), (b)Word/Sentence Decoding (Vocabulary Decoding, Synthetic-word Decoding,Synthetic-word Spelling, and Sentence Reading), and (c) Reading

Comprehension (Narrative Reading Comprehension and Expository ReadingComprehension)...

For each year that a student-was tested, a deviation was computedbetween each of the student's IRAS measures and the aggregate growthtrack index summarizing
average performance during that year. TheIRAS deviations for each year were then submitted to a regressionanalysis in which the predictors included (a) precursor indices (orallanguage classification at entry to school and previous year's perfor-mance on the corresponding

IRAS measur0 and (b) instructional dimen-sions (the nominal reading program, the observation-based and
interview-based indices.of instruction, attendance, and site at whichthe attended school was located).

The major disadvantage of this approach can be easily stated:
Because each year is considered in isolation from the others, there isa loss of information about the longitudinal character of changes in
reading achieverivint. Likewise, there is a loss of information aboutthe configurational patterns relating changes in instruction tochanges in achievirment. Other analytic procedures are possible, butthey require more resources than were available for these analyses.

Preliminary to the regression analyses proper, the correlationsbetween the set of predictors and the set of outcome measures werecarefully examined, as were, those among the set of predictorvariables. The derivation of each of the preactor variables is
briefly described below.

Precursors

The first precursor, oral language level on entry to kindergar-
ten, was determined for both English and Spanish as a two-level
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category (median split) based on teacher ratings. As it happened inthis sample, oral language competence was virtually independent onentry to kindergarten. Analyses of variance conducted for each of theIRAS longitudinal measures with English and Spanish language ratingsas the independent factors showed that the English IRAS measures weregenerally affected by the English language rating, and the SpanishIRAS-measures were generally affected by the Spanish language ratingwith little evidence of systematic interactions between the two.Accordingly, in all of the regression analyses, oral language as aprecursor was simply represented by the corresponding language ratingaround the median split.

A student's achievement level at the end of a given school yearis generally related to performance at the beginning of the year.Accordingly, an index of previous performance was included as aprecursor. From second grade on, the corresponding IRAS deviationserved as the index. For first grade achievement, the Alphabet Knowl-edge subtest from the Stanford Foundation Skills Test (SFST) wasemployed. For English, awareness of tile letter names is known tO becorrelated with later reading achievement, for reasons that are notentirely clear. The distribution of scores on this subtest wasbimodal in this sample, replicating earlier findings, and so thisprecursor was reduced to a dichotomous contrast.

Instruction

Two indices of a student's status in a bilingual reading programwere employed in'the regression analyses. The first was the totalnumber of years of assignment to Spanish reading instruction of anysort (ranging from O'to 5), and the second was a dichotomous variable
indicating wheiher the student As assigned to Spanish reading
instruction during the particular instructional year under analysis.

Specific instructional dimensions were based on the seven RAMOSand the five Checklist factor scores. English instructional summarieswere used in the rrgression analyses for English IRAS deviations and
Spanish skmmarieeftor spiesh IRArdeviations.

Attendance deCiere Obvided every year by the districts for
each student, and Mt percentage of days attended during the given
instructional year was uSed As the index of school attendance.$1,

Finally, since ..or study was conducted at five different
distric..su a set of orthogonal contrasts were introduced as the last
step in the rr.rot on analyses in order to assess any other between -
site effects that wtoe not included as-eart of the other influences
(i.e., the precursor and instruction indices).
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